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ESTABLISHING
A POSITIVE SCHOOL CLIMATE
ON THE PLAYGROUND
FCfl

STUDENTS WITH SERIOUS BEHAVIOR DISABILITIES:
A COLLABORATIVE EFFORT
by
Mildred Carol F. Garcia
August, 1995
Social skills deficits of students with serious behavior disabilities are often an obstacle
to integration into the regular education system. Many of the most troublesome problems occur
outside the classroom on the playground due to the lessened structure constraints of the
playground environment. As a result, the students are labeled "bad kids" by the teachers and
paraprofessionals, are socially rejected by nondisabled peers, and the downward spiral of a
negative social "trap" is begun.
The purpose of this study was to create an inservice training packet promoting
collaboration between teachers and paraprofessionals providing students with serious behavior
disabilities a positive school climate on the playground with structured opportunities designed
to develop acceptable playground behaviors. As a result of this collaborative procedure,
teachers and paraprofessionals are provided with the means to:
*assess social skills needs for the playground.
*provide appropriate and effective social skills intervention.
*work collaboratively to establish a positive school climate for students with serious
behavior disabilities.
*collaborate to develop a proactive plan for students with serious behavior disabilities.
V
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CHAPTER I
Focus of the Project
Introduction
In 1975, Public Law 94-142 mandated that students with
disabilities receive instruction in the least restrictive environment.
Interpretation of the law led to continued use of the pull-out model
since structure and consistency were needed and easily provided
through pull-out (Bigge, 1988).

A shift in interpretation led to

inclusion, an attempt to help students relate to each other in a more
effective manner (Wolery, Holcolme, & Venn, 1993).

The authors stated

that benefits of inclusion included two key concepts: (1) exposure to
children with disabilities resulted in increased acceptance of
differences, and (2) a more normalized experience and opportunity for
socialization provided for children with disabilities.
The inclusion movement had several effects.

It increased the

awareness of differences by placing children with disabilities in the
classrooms and playground with nondisabled peers.

It also caused

teachers to seek additional training in order to deal with increased
classroom management problems.

Social skills deficits of children

with serious behavior disabilities were often an obstacle to
integrating them into the regular education system (Prasad, 1994).
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Statement of the Problem
In the author's experience classroom management is only part of
the integration challenge.

Children with serious behavior disabilities

often practice social skills in the classroom environment with
evidence of growth on behavior modification plans.

In the structured

classroom environment the student learns to practice accepted
behaviors and satisfactorily performs social skills tasks.

Then the

recess bell rings, and the student encounters another environment,
drastically different from that of the classroom.

This playground

environment is unstructured, stimulating, and offers countless
confrontations.

With lessened structure constraints and added

stimulation, the student with serious behavior disabilities often
demonstrates unacceptable behaviors.

Conflicts arise, and the

downward spiral of a "negative social trap" is set into motion (Prasad,
1994).

The student is labeled "bad kid" by the paraprofessionals

dealing with the repeated playground offenses.

Teachers and

administrators receiving multiple incident reports find themselves in a
reactive rather than proactive position.
becomes a problem.

Ownership of the child

It becomes easy to say, "He's/She's your student.

You need to do something." Ultimately, the student is socially rejected
by his peers, and his/her name is well known around the school in a
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negative context (Kauffman, 1993).
A method of helping prevent the negative social trap as described
by Prasad (1994) is desperately needed.

Students with serious

behavior disabilities need structured opportunities to learn and
practice acceptable playground behaviors.

In order to structure these

opportunities within a positive school climate, collaboration between
teachers and paraprofessionals is needed.

However, no specific

collaborative procedure is currently available.
Purpose of the Project
The purpose of this project was to develop an inservice training
packet promoting collaboration between teachers and paraprofessionals
to provide students with serious behavior disabilities a positive school
climate on the playground with structured opportunities designed to
develop acceptable playground behaviors.

As a result of this

collaborative procedure, the teachers and paraprofessionals are
provided with the means to:
* work collaboratively to establish a positive school climate for

students with serious behavior disabilities.

* collaborate to develop a proactive plan for students with
behavior disabilities.
* assess social skill needs for the playground.
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* provide appropriate and effective social skills intervention.

As a result of the procedures outlined in the training packet, students
with serious behavior disabilities are provided with opportunities to:
. * learn and practice acceptable playground skills in a positive

school environment.

* transfer (generalize) skills from the structured play
environment to the playground.
* conceptualize methods of interaction.

* participate in learning activities that will apply to real-life
situations.
Significance of the Project
Teachers and paraprofessionals at the primary and elementary
levels need a collaborative procedure to establish a positive school
climate on the playground for students with serious behavior
disabilities.

Included in this training packet is an outline of

guidelines, collaborative system, and assessment methods that will
help teachers and paraprofessionals create a positive environment.
Within the context of this environment, students with serious behavior
disabilities will have more success learning and applying acceptable
playground behaviors.
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Definition of Terms
Significant terms used in the context of this project have been
defined as follows:
Seriously Behaviorally Disabled:

those students who exhibit one

or more of the following characteristics over a long period of
time and to a marked degree, which adversely affects their own
educational performance:
(a) An inability to learn which cannot be explained by
intellectual, sensory, or health factors;
(b) An inability to build or maintain satisfactory
interpersonal

relationships with peers and teachers;

(c) Inappropriate types of behavior or feelings under normal
circumstances;
(d) A general pervasive mood of unhappiness or depression;
or
(e) A tendency to develop physical symptoms or fears
associated with personal or school problems (WAC 392171-386, 1993).
Behavior and response:

are used interchangeably, and refer to

events that are observable and measurable.
Generalization:

has been defined as the occurrence of relevant
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behavior under different conditions.
types of generalization:

There are three major

response maintenance, stimulus

generalization and response generalization (Schloss & Smith,
1994).

Each of these types of generalizations are described and

illustrated

separately:

(1) Response maintenance:

is defined as the continuation

of behavior in treatment settings following the
withdrawal of an intervention program.

An example of

response generalization is when a teacher has taught
appropriate language, using a token reward system to
reinforce elimination of swearing, and then has gradually
phased out the rewards.

Students who have continued to

not swear in class after the reward system is eliminated
in the class have demonstrated response maintenance
(Schloss & Smith, 1994).
(2) Stimulus

generalization:

refers to the transfer of

training to a setting not included in the original
intervention program.

The learning situation can be by

setting (i.e. special education class to regular education
class) or by personnel (i.e. special education teacher to
regular education teacher).

An example of this type of
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generalization is when the student no longer swears in the
cafeteria or on the playground after receiving intervention
in the classroom (Schloss & Smith, 1994).
(3) Response generalization:

refers to the spread of

effects, in which a change in one behavior effects
behaviors not specifically targeted in the original
intervention.

An example of this generalization skill is

when the student no longer uses verbal threats after
having instruction to eliminate swearing (Schloss &
Smith, 1994).
Collaboration: is defined as when two or more people work
together to resolve a problem (Sprick, Sprick, & Garrison, 1993).
Desirable behavior. appropriate behavior and acceptable
behavior: are used interchangeably and refer to the behaviors
which are socially acceptable or pleasing.
Positive reinforcement is a consequence that directly follows a
given behavior and strengthens the behavior (Schloss & Smith).
Quantitative measures of play are frequency and duration, and
consider how much activity is exhibited by the child and for how
long (Tamis-LeMonda & Bornstein, 1993).
Duration of attention measures the time that children spent
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engaged in an activity ( Tamis-LeMonda & Bornstein, 1993).
Qualitative measures of play focuses on the content or nature of
play actions (Tamis-LeMonda & Bornstein, 1993).
Level of play sophistication is typica,lly ba,sed on the
progressive nature of the play from less imaginative to more
imaginative (Tamis-LeMonda & Bornstein, 1993).
Initiation occurs when a child starts an interaction with a peer
either verbally or nonverbally (Prasad, 1994).
Turn taking refers to the process of alternating responding when
two individuals interact (Prasad, 1994).
Limitations of the Project
This project was designed to develop a training packet promoting
collaboration between teachers and paraprofessionals of primary and
elementary students.

The goal of the procedure was to establish a

positive school climate on the playground for students with serious
behavior disabilities.

The procedure created may or may not be

generalized to other grade levels.

CHAPTER II
Review of Related Literature
Introduction
During the last twenty years, 1974 to 1994, significant attention
has been given to the area of social skills.

Gardner (1974 ), Stevens

(1978), Kauffman (1993), and Prasad (1994) all indicated that an area
of great challenge for students with disabilities has been that of social
skills.

The inability of students with serious behavior disabilities to

generalize social skills from the environment of the traditional
classroom to less structured settings such as the playground has led to
continued concern.

The research has been so rich with studies that six

areas consistently have emerged through the author's review of
literature.

These six areas are:

assessment of needs on the

playground, challenges of students with serious behavior disabilities,
interventions for students with serious behavior disabilities,
generalization of social skills, need for a positive school climate, and
collaboration for effective intervention.
Gottlieb and Leyser (1981 ), Van Bourgondien (1987), and Taylor,
Asher and Williams (1987) found that the social skills deficits of
children with disabilities were often an obstacle to integrating them
into the regular education system.

Significant attention has been
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focused on the social interactions of children in the classroom
(Stevens, 1978), but the true test of social acceptance and selfmanagement occurred outside of the classroom during noninstructional
time (Paley, 1992; Prasad, 1994).
Assessment of Needs on the Playground
Gardner (1974), Stevens (1978), Kauffmann (1993), and Prasad
(1994) indicated that lack of generalization of skills onto the
playground was a problem common to almost all school systems, but
the focus of study has primarily been on social skills important in the
classroom.

A list of 136 social skills for elementary students

necessary for success in the classroom was devised by Stephens in
1978, but skills essential for social interactions on the playground
were not addressed.

Prasad, and Schumaker and Hazel (1984) stated

that teachers continued to need guidelines, interventions, and
assessment methods on the playground in order to help students with
disabilities gain the skills they require for appropriate social
interaction.
Dettmer, Thurston and Dyck (1993), Sprick, et al. (1993) and
Prasad (1994) indicated that teachers needed to have a process for
observing the social interactions of elementary children in order to
assess social interactions and determine effective interventions.

In
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order to meet that need, Prasad developed the Student Behavior Coding
Sheet, an observational form used to assess social interactions of
students with disabilities during noninstructional times, such as the
playground.
Dettmer, et al. (1993), and Sprick et al. (1993) recommended the
use of the ABC approach in assessment prior to developing a plan for
behavior management.

They stated that the observer needed to examine

the antecedent (A), the behavior (8), and the consequence (C) in order to
define and measure behavior.

They agreed that narrative observations

provided important details about the behavior being evaluated, and that
often a combination of both frequency observations and narrative
methods was useful.

Charting and graphing the frequencies were found

to be useful in helping determine interventions.

Dettmer, et al. , Sprick

et al. , and Schloss and Smith (1994) recommended collecting data for
several days or sessions until the chart determined a stable
representation of the behavior.
Prasad (1994), Dettmer et al. (1993), and Sprick et al. (1993),
found the observational procedures to be useful to teachers in both
regular and special education programs in designing appropriate,
effective interventions on the playground.

They stated that it was

possible for the observer to identify the specific social skill deficits
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of each child through information about the initiator and the sequence
of every interaction.

The data collected presented both the

quantitative and qualitative information about social interactions
(Tamis-LeMonda & Bornstein, 1993), giving not only the amount of
interaction taking place, but also the kinds of initiations.
Gardner (1974), Schumaker and Hazel (1987), Prasad (1994), and
Kauffman (1993) indicated that the lack of acceptance experienced by
students with serious behavior disabilities may have been a function of
their poorly developed social skills.

One of the most consistent

findings concerning the education of students with serious behavior
disabilities in the traditional classroom is the lack of opportunities to
be viewed in a socially acceptable manner by their nonhandicapped
peers, therefore, experiencing lower sociometric status (Gresham,
1981; Gresham & Reschly, 1987; Gottlieb, 1981; Madden & Slavin, 1983;
Prasad, 1994)
Researchers continued to indicate that inappropriate responses
were likely to terminate an interaction or elicit negative responses
from peers.

Such inappropriate responses typically included both

verbal and nonverbal components, but it was suggested that children
with serious behavior disabilities may not have realized the function
that nonverbal behaviors served in social interactions.

These
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aggressive and disruptive inappropriate behaviors have been linked to
rejection by classmates (Gottlieb et al. , 1978; Madden & Slavin, 1983;
Prasad, 1994; Schumaker & Hazel, 1987; Siperstein & Bak, 1985).

Many

children with serious behavior disabilities Jacked age-appropriate
verbal and play skills, showing inappropriate responses such as hitting,
spitting, staring, and pushing.
It was found that even more subtle social deficits stigmatized
the students with disabilities and made social integration more
difficult (Prasad, 1994; Schumaker & Hazel, 1984; Van Bourgondien,
1987).

Inappropriate styles of social interaction such as overly loud

voice tones, and distractibility may also have been related to rejection
in that they created difficulty in managing aspects of conversational
interaction.

These factors were determined to further inhibit the

ability of students with serious behavior disabilities to make and keep
friends (Gresham & Reschly, 1987; Hemphill & Siperstein, 1990;
Prasad, 1994).

Researchers also concluded that students with behavior

disabilities may have lacked age-appropriate play skills or verbal
skills, each of which were important to the success and acceptance of
a child by his/her peers.

Socially rejected children were likely to have

low rates of peer-initiated interactions, while socially isolated
children were likely to be low in both subject-initiated and peer-
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initiated interactions (Gresham, 1981; Gottlieb, 1981; Hemphill &
Siperstein, 1990; Madden & Slavin, 1983; Prasad, 1994; Van
Bourgondien, 1987).
Three types of interactions were found to be problematic to
children with disabilities:

initiation, turn taking and response.

Researchers indicated that the majority of children with disabilities
had the skill to initiate an interaction, however, they often used
inappropriate behaviors to do so.

While these behaviors may have not

been aggressive in nature or intent, they were provocative and were
likely to elicit a negative response from peers (Gottlieb et al. , 1978).
A significant number of elementary-aged children demonstrated the
ability to take turns in an interaction.

However, children with

disabilities lacked the ability to sustain an interaction, an essential
skill for peer relations (Gottlieb, et al. , 1978, Prasad, 1994;
Siperstein & Bak, 1985; Van Bourgondien, 1987).
Shantz and Shantz (1985), Tamis-LeMonda and Bornstein (1993),
Belsky, et al. (1981 ), and McCune-Nicholich (1981) identified different
significant developmental levels related to social-cognitive
processing.

The levels Shantz and Shantz identified ranged from the

less-developed Level One, in which the students did not differentiate
others well as individuals, to the sophisticated Level Four, which
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required psychological descriptions with inferences or abstractions.

It

was noted that students with serious behavior disabilities consistently
performed at less sophisticated levels than their peers (Gresham,
1981; Gottlieb, 1981; McCune-Nicholich, 1981; Prasad, 1994; Shantz &
Shantz).
Shantz and Shantz (1985) also indicated that strategies for
solving conflict needed to be taught in context with the concepts of the
person, personal worth, and value system.

The authors maintained that

understanding and considering the developmental level of the child was
crucial when designing appropriate, effective interventions.

Bornstein

and Sigman (1986) agreed, advocating that effective intervention could
successfully influence the later course of both cognitive and social
growth.
Challenges of Students with Serious Behavior Disabilities
Throughout the literature, researchers such as Gardner (1974),
and

Kauffman (1993) have identified neurological, sensory, or other

physical deficits contributing to problematic behaviors of students
with serious behavior disabilities.

They also maintained that an

inappropriate learning environment was often a contributing factor in
others.

Since students with behavior disabilities did not learn the

socially acceptable behaviors as quickly, limiting positive
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consequences from the social environment, they experienced failure
more frequently than did their nonhandicapped peers.

When the

environment was well-designed with the child's needs in mind, less
criticism, punishment, rejection, clnd socicll isolcltion were experienced
by the student with serious behavior disabilities (Cunningham, 1981;
Gardner, 1974; Gresham, 1981; Gottlieb, 1981; Gottlieb & Leyser, 1981;
Kauffman, 1993; Madden & Slavin, 1983; Taylor, et al. , 1987).
Gardner (1974) determined that the excessive failure rate often
created extreme emotional reactions within the student with serious
behavior disabilities, causing the child to become explosive, fearful, or
detached.

As a result of the multitude of problems that began to

surface not only the students with serious behavior disabilities were
impacted: parents and teachers often felt powerless also (Cunningham,
et al. , 1981; Gardner, 1974; Kauffman, 1993).
Gardner (1974), Kauffman (1993), Gregory (1993), and Van
Bourgondien (1987) indicated that children with serious behavior
disabilities learned to misbehave just as they may have learned desired
behavior patterns.

They also stated that the same principles

accounting for the development of a behavior could be used to increase
acceptable behaviors.

They maintained that unwittingly, inappropriate

behavior patterns were often reinforced, even though the teacher was
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not attempting intentionally to reinforce those behaviors (Van
Bourgondien, 1987; Wack, 1992).
The literature further supports that attention, even when given in
a scolding, reprimanding ma,nner may ha,ve served to strengthen the
behavior which the consequences were intended to eliminate just by
virtue of the fact that it was social attention.

Gardner (1974),

Kauffman (1993), and Gregory (1993) maintained that the manner in
which a teacher handled the problematic behaviors influenced which
behavior patterns became stronger.

Gardner (1974), Gottlieb, et al.

(1978), Siperstein and Bak (1985), and Kauffman (1993) summarized
that when a child behaved in an acceptable manner, there was a
tendency to give social attention too infrequently.

In contrast, when a

child was disruptive or aggressive toward others, he/she was likely to
receive an abundance of attention following those behaviors.
Gardner (1974), Wack (1992), McCamey (1988), and Kauffman
(1993) insisted that in order to have success with any behavior
management program, the plan should focus on appropriate, desired
behaviors rather than on inappropriate behaviors.

They determined that

a learning environment must be created that would assist the child in
developing and maintaining desired behaviors.

The greater the number

of positive experiences provided the child, the less the likelihood that
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he/she would engage in inappropriate behavior.

If the child had an

excessive amount of failure in a given environment, the program and
environment needed evaluated and redesigned to match the needs of the
child (Gardner, 1974; Kauffman, 1993; Schloss & Smith, 1994; Sprick,
et al. , 1993).
Many events in the environment were determined to influence the
child's behavior.

However, reinforcing events which were most

effective in promoting learning varied greatly from child to child.

A

consequence that was highly reinforcing for one child may not have
been for another, depending on the child's interests and likes.

Social

modeling of others around the child also influenced behavior patterns.
If the peers or teachers were loud and aggressive, the child was liable
to learn those patterns or to react toward the additional stimulation.
In contrast, if those around him/her were relaxed and pleasant, the
child was more likely to learn those behavior patterns (Gardner, 1974;
Gregory, 1993; Kauffman, 1993; Wack, 1992).

All of these challenges

faced by the student with serious behavior disabilities is complicated
by another important element in their education, the inability to
generalize socially acceptable skills from one environment to another
(Gardner, 1974; Kauffman, 1993; Stevens, 1978).
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Generalization of Social Skills
Sugai and Tindal (1993), Gardner (1974), and Schumaker and Hazel
(1984) reported that there was no technology enabling "generalized
responding".

They found that social behaviors needed to be

systematically taught in the actual setting in which they were
required.

After skill had been acquired, the teacher's focus needed to

shift to strengthening the child's ability to use the social skills in a
variety of contexts.

Numerous opportunities to practice the skills

were given to ensure conceptualization.

These authors outlined

guidelines in which generalization was reinforced through the use of
natural reinforcers employed in nontraining settings.

They stated that

the move from teacher-directed to student-directed administration of
reinforcement was crucial.
Connell, Carta and Baer (1993) stated that two strategies
effective in increasing generalization of self-management skills were
teaching students to self-assess and the recruitment of teacher praise.
The authors found that when the children were taught through modeling
and role playing to relate a happy face sticker to task completion, and a
sad face for noncompletion, they increased task completion.

Self-

assessment was reinforced by allowing the children to choose a sticker
indicating how they thought they had performed.

If the teacher agreed
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with the child's assessment, an additional happy face sticker for
assessing correctly was given.
assessment had been made.

No sticker was given if poor
Generalization of skills was tested when

the students were placed into a regular classroom with a different
teacher.

It was found that as long as the self-assessment stickers

were used and the teacher praise was recruited, the targeted skills
were maintained (Connell et al. , 1993).
Dettmer, et al. (1993), Sprick, et al. (1993), and Schloss and
Smith (1994) also stated that the process of generalization across
environments must be consistently modeled and reinforced.

Schloss

and Smith indicated that students unable to retain skill levels over an
extended period of time, or who did not use newly learned skills in
situations other than in the learning environment were experiencing
difficulties with generalization.

They stated that methods to help

students retain and use skills must be planned as systematically as the
methods used to bring about the positive change in behavior in the first
place.

They listed two techniques to assist students in the

generalization of important skills:
of internal agents.

use of external agents and the use

Dettmer, et al. and, Sprick, et al. reported that

collaboration between the special education teacher and the classroom
teacher was crucial for effective learning.

If one taught the needed
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skills, the other needed to monitor.

Proactive planning for consistent

cuing was needed, and periodic probes needed to be given to determine
skill maintenance.

Cooperative planning efforts between the special

education teacher and classroom teacher were imperative to insure
generalization since the student received the same message from
different sources. (Dettmer, et al. , 1993; Schloss & Smith, 1994;
Sprick, et al. , 1993).
Interventions for Students with Serious Behavior Disabilities
Boisen (1992), Alger (1984), Loo (1972), McAfee (1987), Neill
(1982), and Shantz (1987) agreed that environmental factors influenced
the effectiveness of educational programs.

The authors continued to

state that many school programs may not have taken into consideration
environmental factors that generated or increased interpersonal
conflicts among children.

Environmental factors included limited

supply of play materials and length of the play period.

These

researchers maintained that if a free play period was too long, it may
have resulted in tired or bored children who were no longer
constructively engaged.

Interpersonal conflicts arising from lack of

interest in activities or extended play periods, had a significant impact
on children's socially acceptable behavior.

Boisen, Alger, and Neill

recommended scheduling two fifteen minute play periods separated by
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a structured activity.

They indicated that this intervention allowed for

continuous and engaging activities to occur, resulting in a decreased
number of interpersonal conflicts.

Simultaneous or overlapping

activities reduced children's waiting time, increased their
participation, and reduced disruptions, so that the children remained
actively involved in the activities and continued to interact with their
playmates positively (Alger, 1984; Boisen, 1992; Loo, 1972; McAfee,
1987; Neill, 1982; Shantz, 1987).
Other environmental factors have been studied to reduce conflicts
and to increase cooperative and on-task behavior.

Hatoff, Bryam, and

Hyson (1981 ), Neill (1982), Loo (1972), and McAfee (1987) suggested
that structuring the physical space could increase children's on task
behavior, so that children spent more time engaged in activities and
less time running, switching from one activity to another.

Open plan

spaces were determined to lead to increased running and more vigorous
physical activity.

Aggressive behavior was significantly correlated to

the openness of the area, as was child distress, which was commonly
due to being attacked by another child.

Crowding was also found to be

instrumental in producing conflicts (Hatoff, et al. , 1981; Loo, 1972;
McAfee, 1987; Neill, 1982).
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Need for a Positive School Climate
Krasnor and Rubin (1983), Van Bourgondien (1987) and Siperstein
and Bak (1985) examined children's responses to disabled peers as a
function of the social behaviors exhibited by the students with
disabilities.

They stated that achieving personal goals through social

interaction was equated to a central component of social competence.
In their studies, they found that there was a social dilemma regarding
the fulfilling of one's desires.

On one hand, the students were being

reminded to practice appropriate social skills, and yet, there was a
poor relation between success and social problem solving behavior.

It

was found that aggressive strategies such as hitting, and grabbing
were successful fifty percent of the time, while appropriate social
requests had a thirty percent rate of success.

It was noted that the

identity or sociometric standing of the student had a bearing on
success of socially appropriate choices.

Leaders and socially accepted

students experienced significantly more success in getting desires met
through socially appropriate choices (Krasnor & Rubin, 1983; Siperstein
& Bak, 1985; Van Bourgondien, 1987).

Keogh (1986), Lerner, et al. (1985), and Windle and Lerner (1986)
indicated that teachers as well as parents were key figures in
children's achievement and adjustment and left long-lasting
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impressions on the children's self-images and on their sense of
competence.

The authors referred to the "goodness of fit", the degree

to which the children were temperamentally able to fit into the
environment and the climate of the school culture.

They explained that

goodness of fit was an interaction resulting when the properties of the
environment and its expectations were in accordance with the child's
own capacities, characteristics and style of learning.

When this

consonance between the child and the environment was present,
optimal development in a progressive direction was possible.

Goodness

of fit promoted a positive climate that enhanced learning and selfesteem (Keogh, 1986; Lerner, et al. , 1985; Windle & Lerner, 1986).
Research led these authors to suggest that there were at least
two related but different aspects of goodness of fit within the
educational setting.

One aspect had to do with the fit between pupils

and the content of instruction of curriculum domains.
to the interactions between pupils and teachers.
consideration when examining the school climate.

The other related

Both aspects required
It was noted that

teachers formed perceptions and expectations of the children based on
the children's temperaments and that the teachers' attitudes became
translated into actions.

Based on a six week observational study, Keogh

found that children's temperament was related to the amount and
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nature of teacher-child interactions.

It was documented that teachers

interacted positively more frequently with nonhandicapped children
with appropriate temperament patterns, and that teachers interacted
negatively with children possessing inappropriate behavior patterns
(KP.ogh, 1986; Lerner, et al. , 1985; Windle & Lerner, 1986).
According to Gardner (1974), Keogh (1986), and Gregory (1993),
there was evidence that teacher's perceptions did have a basis in
actual behavior and that positive and negative temperament attributes
had an impact on the nature of teacher-child interactions.

It was also

noted that the behaviors may have influenced the teacher's evaluations
of the pupil's performance, their decisions about grades, and their
perceptions about the pupils' abilities.

Keogh (1986) and Gardner

(1974) stated that the impact of the differences in teachers' attitude
and behaviors influenced children's views of their own adequacy and
competence in school.
Gardner (1974) indicated that requests for desired behavior
should be stated in a positive, yet directive manner.

Garrison (1995)

agreed, stressing that correction of primary and elementary students
should be short and to the point.

She stated that thirty seconds of

correction was more beneficial and directive than a lengthy discourse
on the advantages and disadvantages of certain behaviors, advocating
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that short, direct correction also provided less damage to the child's
self-esteem and created a more positive setting.

Sprick, et al. (1993)

also emphasized that criticism must be used sparingly since the child
may label himself negatively as a result of negative or derogatory
conditions.
Archer (1995) indicated that there were two ways of giving
additional information to students:

reteaching and preteaching.

She

stated that reteaching was the most common, but that it had the
difficulty of being negative or reactive in the context that the student
had already known defeat or fewer gains than peers and, therefore,
required remediation.

She stated that she preferred preteaching since

it had the advantage of being proactive.

The student given the

preteaching was the first to get the information, so the terms or
activities were anticipated.

In this way a positive school climate was

maintained.
Gardner (1974), Schloss and Smith (1994), and Sprick, et al.
(1993) indicated that a specific behavior management plan with
realistic, well-defined objectives should be developed for each child
with serious behavior disabilities.

Gardner (1974), Kauffman (1993),

and Archer (1995) stressed that if the prerequisite skills for an
activity were not present, the student should have been taught the
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needed skills prior to exposing him/her to that activity.

They also

indicated that the child needed time to adapt to a new environment, and
that changes to the program needed to be introduced slowly, with a
focus on a limited number of new behavior requirements.

Schloss and

Smith (1994), Kauffman (1993), and Gardner (1974) stated that new
requirements, problems, and experiences should have been presented
slowly in sequential steps, allowing the child to develop new skills as
he/she made use of his/her present skills.

Although structure was

needed, the student also needed a variety of activities.to practice the
newly acquired skills.
making decisions.

He/She needed direction and experiences in

Dettmer, et al. (1993), Gardner (1974) , and

Kauffman (1993) indicated that the age, interests, and likes of the
child also needed consideration when choosing reinforcers in order for
the intervention to be successful.

Realistic encouragement was found

to be powerful as a reinforcer (Gardner, 1974; Kauffman, 1993; Wack,
1992).
Gardner (1974), Kauffman (1993), Sprick, et al. (1993), and Wack
(1992) also emphasized that clear expectations of the desired
behaviors and the situations in which these behaviors were to be
expected were crucial to the success of any intervention.

They stated

that the rules should be short, precise, few in number, and that the
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desired behavior should be demonstrated.

Gardner also stated that

rules for social situations should have met the following criteria:

be

relevant to the desired learning, be understandable, be accomplishable,
have realistic consequences, be enforceable, and have reasonable
constraints.

It was stressed that rules became important to the child

only if the behavior consistent with the rules was reinforced , and that
rules should represent a desired behavior pattern that led to the
competency of the child as he interacted with others in social
situations (Gardner, 1974).
Sprick, et al. (1993) recommended that a program of sixteen
interventions covering a wide variety of situations and needs be
considered when designing a specific behavior management plan.
Dettmer, et al. (1993) advised that explanation, modeling, practice and
reinforcement were all important for managing behavior, but that
reinforcement was the most important.

Wack (1992) also recommended

the use of positive reinforcement as an integral component to any
intervention.

McCamey (1988) advocated consistent use of positive

reinforcement for appropriate interactions and a decrease in punitive
reactions in order to encourage behavior change.
Gardner (1974) and Kauffman (1993) stated that children with
serious behavior disabilities acquired many inappropriate behavior
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patterns because the learning environments had not been designed to
promote the desired learning.

In many situations, the social

environment may have been too protective or permissive, or
inconsistent expectations and reactions confused and intensified the
difficulty that the child experienced.

Gardner indicated that children

did learn in poorly structured environments, but that they often learned
behavior traits that were unacceptable.

Gardner (1974), Kauffman

(1993), and Gregory (1993) recommended a behavior management
system that provided for a positive school climate, with an emphasis
of both prevention and remediation of behavior concerns.

They stated

that appropriate behavior patterns could be retaught best through a
structured environment which emphasized the positive consequences of
desired behavior and which kept negative consequences at an absolute
minimum.

The child-centered behavior management approach

suggested by Gardner outlined the expectations that when provided
with appropriate experiences over an extended period of time, the child
with serious behavior disabilities may:

* learn to make deliberate decisions.
* develop behaviors of responsibility.
* develop basic skills of self-management.

* learn to be sensitive to the rights and feelings of others.
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* learn to respect rules without rebelliousness.
* learn to relate in a group in a meaningful manner.

* acquire a range of healthy emotional reactions
Gardner (1974), Schumaker and Hazel (1984), and Kauffman
(1993) noted that skills simple for other children to learn were often
exceedingly difficult for children with serious behavior disabilities to
master.

Cunningham, et al. (1981) and Gregory (1993) also emphasized

that social pressure from teachers, parents and peers frequently
intensified the child's conflicts.

Kauffman {1993) and Gregory

(1993)

indicated that among their peers and in interactions with teachers and
administrators, students with serious behavior disabilities may have
been caught in negative reinforcement traps.

Educators and classroom

peers had the potential of becoming entangled in escalating contests of
aversiveness.

There was a potential for schools to contribute to both

social difficulties and academic incompetence.

By squelching

individuality and demanding uniformity, schools may have contributed
to learning and behavior problems instead of facilitating optimum
development (Keogh, 1986, Lerner, et al. , 1985; Windle & Lerner, 1986).
Gregory (1993) reported that when teachers delegated an
appropriate level of power to students and showed acceptance of all
pupils in the class, more pupil-to-pupil interaction, less interpersonal
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conflict and anxiety, and more autonomous work, independent thought,
and moral responsibility tended to occur.

Kauffman (1993) agreed,

stating that insensitivity to students as individuals and needless
repression of their uniqueness could contribute to emotional or
behavior problems.
Kauffman (1993), and Gregory (1993) advised a structured
approach to educating students with serious behavior disabilities. They
stated that children with serious behavior disabilities needed to be
able to predict adults' responses to their behavior, and often became
anxious, confused and unable to choose appropriate behavior
alternatives due to frustration.

It was noted that if students with

serious behavior disabilities could not depend on favorable
consequences following good behavior, they had little incentive to
perform well.

Inconsistent behavior management was found to

contribute to disordered behavior.

In order to be of importance to the

child, the task had to be functional and relevant (Kauffman, 1993;
Lerner et al. , 1985; Windle & Lerner, 1986).
Kauffman (1993) stated that schools could contribute to the
development of emotional or behavior disorders in two obvious ways:
by providing reinforcement for inappropriate behavior, and by failing to
provide reinforcement for desirable behavior.

The school may have
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contributed to the development of behavior disorders in several ways:

*

School administrators, teachers, and other pupils may have

been insensitive to the student's individuality.

*

Teachers may have held inappropriate expectations of students.

*

Teachers may have been inconsistErnt in mRnnoino :::turlErnts'

behavior.

*

Instruction may have been offered in nonfunctional, seemingly

irrelevant
*

skills.

School personnel may have arranged destructive contingencies

of reinforcement.
*

Peers and teachers may have provided models of undesirable

conduct (Gregory, 1993; Kauffman, 1993; Schumaker & Hazel,
1984, Van Bourgondien, 1987).
Kauffman (1993) and Gregory (1993) indicated that alternatives
to disruptive behavior were available.

Teacher praise and attention as

well as other reinforcers in the classroom could have been used to
reduce misbehavior and increase teacher's positive control.

Behavior

could have been altered by manipulating the contingencies of
reinforcement.

They emphasized that often students received abundant

attention for misbehavior, but little or no reward for appropriate
conduct.

This discrepancy was likely to lead to the perpetuation of the
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misbehavior, regardless of the teacher's intentions.

The school

environment was critically important for social development, but, it
was the one factor over which educators had direct control (Gregory,
1993: Kauffman, 1993).
Kauffman (1993), Lerner, et al. (1985), and WindlP. and I erner
(1986) stated that in order to establish a positive, supportive school
climate, the entire school should project an interesting and warm
physical environment.

Each person in the school, including the

principal, teachers, students, parents, custodial staff, and the
volunteers, should have given positive reinforcement for the
appropriate behaviors observed.
be recognized:
of progress.

They stated that successes needed to

not just for good grades, but even for small increments
In order to foster a positive and supportive climate,

parents should have been contacted and included to a greater degree.
School-community relationships needed to be developed so that what
happened in the school reflected what happened in the community, and
vice versa.
Bobbett (1990) evaluated four effective rural schools learning
and performance.

He determined that the positive school climate was

the major contributing factor to the success of the students and
faculty.

The positive school climate had created schools that were:
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orderly and pleasant, characterized by purposeful activity, caring,
concerned about student and community involvement, celebrating
achievements of students and faculty, and staffed with highly
committed individuals.

The following outcome orientations were noted:

personal development of students was a primary concern in these
schools, school goals were clearly defined, communication with
students tended to be more informal than formal, and expectations
were high.
The problem of poor school climate in one junior high school was
addressed by the implementation of a school climate improvement
project (Lawson, 1991) The primary goals of the practicum were to:
improve school attendance, reduce out-of-school suspensions, and
improve student and teacher morale.

To address these goals, a climate

improvement program was designed with the following components:
positive incentives for good attendance, teacher empowerment,
positive comment logs for teachers, displaying student work, and
positive notes to parents.

It was determined that after

implementation, the out-of-school suspensions decreased by twentyseven percent, and daily attendance improved by six percent.

Student

and teacher morale also was observed to have improved significantly.
Lieberman (1990) wrote of the interrelationships of the four C's:
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the process of change, the culture of the schools, the context of
classrooms, and the content of the curriculum.

She stressed that in the

past, consideration had been centered on the content of the materials
to be taught, but that much more than just content affected the
learning of the children during the present age.

Environment, or

culture, had a far-reaching effect, influencing the management of the
classrooms, the effectiveness of the teaching, and ultimately the
learning of the students (Maier, 1991 ).
Maier (1991) indicated that schools were guided by its shared
assumptions and beliefs.

These beliefs formed a culture, which helped

both the children and the teachers learn how to think about themselves,
how to work toward goals and how to communicate with one another.
Basic cultural assumptions and beliefs represented strategies that
have helped schools cope successfully with the problems that
confronted them. She suggested, however, that many of former basic
beliefs were being challenged, and that teachers must learn to
collaborate in order to meet the needs of the students.
Collaboration for Effective Intervention
Sprick, et al. (1993) indicated that due to many factors, education
in America was becoming more difficult.

Many students were found to

be aggressive, depressed, and disruptive, while others were apathetic
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(
\

and insecure.

Unless their needs had been addressed, the behavior of

those students may have had a negative impact upon the entire class.
Teachers and paraprofessionals needed to recognize and understand the
long-term effects that could have been set into motion as a result of
continuing behavior problems.

Because the severe anci chronic problems

of students with serious behavior disabilities affected the entire
student-body, intervention was needed for all, not just the student
exhibiting the concerns (Kauffman, 1993; Sprick, et al. , 1993).

As

schools moved more toward inclusion and the effort to bring all
students into the educational mainstream, there was an increased
demand for collaboration.

Sprick, et al. (1993) and Maier (1991)

maintained that educators must collaborate in order to be able to
provide a wide-based support system and create effective
interventions for their students.
The move to establish a climate in which staff members engaged
in collaborative problem-solving was a fundamental shift in the way
schools have traditionally functioned.

In the past, teachers have

operated in isolated classrooms, but in the collaborative system, staff
members must seek early resolution to challenges, communicating with
others before problems become overwhelming (Lieberman, 1990; Maier,
1991 ).

Sprick, et al. insisted that the climate of cooperation could not

37
be established overnight; that it developed only with coordinated staff
effort.

They indicated that on-going staff development was important

to the atmosphere of professional growth and collaboration.

As staff

members worked together to develop new skills, it became clear that
no one was expected to have all the answers.

Seeking the professional

opinions and assistance of colleagues became a natural part of the
school's climate (Sprick et al. , 1993).
The nature of on-going staff development training depended upon
the needs of the staff.

Sugai and Tindal (1993) and Dettmer, et al.

(1993) cautioned that effective communication skills were necessary
in order for collaboration to be successful.

Dettmer, et al.

recommended additional training in communication skills, and stated
that communication required three elements:
the message, and a receiver of the message.

a message, a sender of
In order to be effective

communicators, senders and receivers of messages needed skills that
included rapport building, responsive listening, and conflict
management techniques.

The rapport established between the persons

working together was crucial to the effectiveness of the collaborative
process.

Dettmer, et al. (1993) stated that the win/win relationship of

collaboration was based on honesty, trust, and mutual respect.
Collaboration was not without challenges, however.

Sugai and
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Tindal (1993) warned that provision must be made specifically to
create time for planning and collaboration to occur.

They also

recommended team-teaching method, to encourage teachers to work
together and establish effective methods for dealing with behavior
concerns.

Dettmer, et al. (1993) indicated that learning to speak in

specific terms was also crucial to communication during collaboration.
In defining behaviors specific decriptions of the behavior were
determined to be imperative.

Nonspecific information, such as "the

student has poor self-esteem" was found to not be particularly helpful
in the collaboration process.

Specific information such as "he

grumbles negative comments about himself, and destroys his own work
on completion" painted a much more clear picture of the student's
concerns (Dettmer, et al. , 1993).
Sprick, et al. (1993) advocated a proactive, carefully planned
collaborative system in order to implement effective interventions.
They indicated that the first step toward effective collaboration was
the development of a school-wide mission statement which provided
the staff with a common focus and purpose.

A foundation for

collaboration was established when the mission statement reflected an
inclusive philosophy, providing for all students.

An effective

responsibility and discipline policy also was found helpful to staff
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members working collaboratively to teach students how to be
successful in the school setting.

Written plans outlining the

collaborative services available in the school were also recommended.
Sprick, et al. (1993) indicated that the intervention process began
with a request for assistance through one of four ways:

a direct verbal

or written request made by a staff member; automatic referral due to
office referrals or detention; student screening; or a request made by a
parent.

A request for assistance in any of these four manners started

the collaborative process.

After determining the severity of the

problem, involving the student and his/her family in problem-solving,
obtaining parental permission when necessary, and carefully observing
the student to determine needs and strengths, differing forms of
collaboration occurred:

informal; a structured twenty-five minute

planning process, or in-depth planning using the Intervention Decision
Guide.
After thoughtfully considering all of the elements of the
behavior, the collaborative team developed an effective, positive
behavior management intervention implementing procedures determined
to meet the student's needs (Dettmer, et al. , 1993; Shantz & Shantz,
1985; Sprick et al. , 1993).

After implemention of the intervention, the

progress of the student with serious behavior disabilities was
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evaluated, and over time, the intervention was either maintained,
modified, or faded based on the student's success and progress toward
goals (Dettmer et al.

1993; Sprick, et al. , 1993; Sugai & Tindal, 1993).
Summary

The literature summarized in Chapter Two supported the
following themes:
1.

Assessment of social interactions on the playground was

needed in order to determine the needs of students with serious
behavior disabilities.
2.

Students with serious behavior disabilities faced many social

skills challenges and required specific intervention in order to
meet those needs.
3.

Interventions for students with serious behavior disabilities

needed to accentuate the positive.
4.

A positive school climate was imperative in order to meet the

needs of students with serious behavior disabilities.
5.

Collaboration of teachers and paraprofessionals was essential

in order to offer a positive school climate and effective
interventions.

CHAPTER Ill
Procedures
Introduction
For the purpose of this project, the author reviewed related
literature on issues regarding challenges for :=;turlent:=; with serious
behavior disabilities, interventions for students with serious behavior
disabilities, generalization of skills, positive school climate, and
collaborative methods.

Consultation with primary and elementary

teachers, special education teachers, administrators, psychologists,
and counselors was also required to gain a better understanding of the
challenges facing students with serious behavior disabilities.

To gain

further understanding, students were observed on the playgrounds of
Goldendale Primary School and Goldendale Middle School, and the
behavior patterns of several students with serious behavior
disabilities were evaluated both during the regular playground setting
at recess, and at an alternative controlled playground setting.

The

information gained from the literature review, consultation, and
observations were used to create an inservice training packet for
teachers and paraprofessionals.

The training packet promotes a

collaborative procedure designed to establish a positive school climate
on the playground for students with serious behavior disabilities.
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Need for the Project
The author became aware of the need for this project during the
past three years as a Special Education teacher at the primary and
elementary school level.

Many of the teachers and paraprofessionals

expressed frustration with the lack of communication regarding
discipline of students on the playground.

No effective collaborative

plan was in use, so inconsistency in management, and a lack of
ownership began to surface.

Students with serious behavior

disabilities made gains toward meeting behavior goals in the
classrooms, but continued to experience failure on the playground.
Teachers and paraprofessionals stated that they needed better
communication and a plan of action.

The author discovered that these

teachers and paraprofessionals needed techniques and strategies for
promoting a positive school climate on the playground for students
with serious behavior disabilities.
Development of Support for the Project
The writer conferred with the leaders of the Collaborative
Responsibility Empowering School Teams (CREST) Project, Jan
Reinhardtsen, and Mickey Garrison, and the principal of the Goldendale
Primary School, Barbara Taylor, regarding the need for this project.
three provided support and encouragement.

Teachers at Goldendale

All
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Primary School also supported the project, giving their insights,
frustrations, and concerns over the need for a collaborative procedure.
Observations of children on the playground gave additional
understanding and led to an increased desire on the part of the author
to be able to contribute toward the solution of a school-wide problem
in a worthwhile and effective manner.
Planned Implementation of the Project
The inservice training packet developed as a result of this
project will be presented to the teachers and paraprofessionals of
Goldendale Primary School, Goldendale, Washington at one of the
weekly early-release teacher inservice days in the Fall, 1995.

The

author will at that time present the information in the training packet,
and assist the teachers and paraprofessionals to structure a
collaborative system that meets the needs of the staff.

CHAPTER IV
Jnservice Training Packet
Project Report
The inservice training packet for Establishing a Positive School
Climate on the Playground for Students with Behavior Disabilities:

A

Collaborative Effort, which was the subject of this project, has been
presented on the following pages in narrative, or script form.

The

appendix offers the material packet to be distributed to teachers and
paraprofessionals attending the inservice.
The inservice promotes collaboration between teachers and
paraprofessionals to provide students with serious behavior
disabilities a positive school environment on the playground.

It has

been organized into five parts:
1. Assessment of Needs on the Playground
2.

Understanding Students with Serious Behavior Disabilities

3.

Interventions for Students with Serious Behavior Disabilities

4.

A Positive School Climate

5.

Collaboration for Successful Intervention
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ESTABLISHING A POSITIVE SCHOOL CLIMATE
ON THE PLAYGROUND FOR STUDENTS WITH SERIOUS BEHAVIOR
DISABILITIES: A COLLABORATIVE EFFORT
The lnservice Presentation
Narrative to Introduction
Today we are meeting in an effort to give all of our staff an
opportunity to help our school function more effectively.

As a result of

this inservice, teachers and paraprofessionals are provided with the
means to work collaboratively to establish a positive school climate
for students with serious behavioral disabilities.
children.

We all work with the

It is important that we work together so that we all

contribute to a positive school climate.

We also will be able to more

effectively collaborate to develop a proactive plan for students with
serious behavior disabilities.

Many of the children in our school have

problems on the playground as well as in the classrooms, so you will be
given the opportunity to examine different methods to assess social
skill needs for the playground.

You should also be able to help provide

appropriate and effective social skills intervention.
The teachers and paraprofessionals are not the only ones who will
benefit from this training.

As a result of the procedures outlined in

*1
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this inservice, students with serious behavioral disabilities are
provided with opportunities to:

learn and practice acceptable

playground skills in a positive school environment.

The students should

also be able to transfer skills from the structured play environment to
the playground.

This means that they should be able to apply what they

have learned in one setting to another.
conceptualize methods of interaction,
appropriate behaviors.

They also should be able to
so that they can apply

Students with serious behavior disabilities also

should be able to participate in learning activities that will apply to
real-life

situations.
Narrative for Assessment of Needs on the Playground

Teachers and paraprofessionals observe children every day.

They

gather a great deal of information informally, so you may be wondering
why assess?

You may already feel that you know what really happened

in a given incident, but it is important to assess carefully for the
following reasons: 1.

Observation of students on the playground is

imperative in order for the staff to be able to form accurate concepts
of the student's needs.

Often times we miss details of interactions

when we are on playground duty.

Sometimes the details that we miss

were triggers that set up the course of events in a given incident.
*2

We
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need to know exactly what is happening.

2.

Students often react

differently on the playground than they do in the classroom due to
several factors.

One of these factors is stimulation.

a very stimulating environment.

The playground is

Many events are occurring at once.

Often the level of stimulation, itself, sets inappropriate behaviors into
action.

3.

There are also lessened structure constraints.

often not sure of their limits on the playground.

In the classroom,

teachers keep close control of the rules and activities,
playground,

these constraints are not nearly so evident.

the playground also creates problems.
large areas lead to more conflicts.

Children are
the

but on the
4.

The size of

Researchers have found that

They also state that crowding and

limited play equipment contribute to conflicts.

5.

be unsure of the expectations on the playground.
choices on the playground creates problems.

6.

Students may also
Even the number of

Students with serious

behavior disabilities often cannot make up their mind what activities
to join, and vacillate from one activity to another.
With these concerns in mind, let's examine different methods of
observation.
activity.

We need to determine what we need to learn about the

Exactly what are we looking for?

elements in all behaviors.

*3

There are three major
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1.

The antecedent is what happened just before the behavior.

This may involve environment.

The person doing the observation

must watch carefully to try to determine the trigger for the
behavior.

Antecedents vary greatly, depending on each individual

child's needs, and are very important in setting up behavior plans.
2.

The second element is the behavior, itself.

The observer needs

to be able to determine exactly what the student did.
important that you

It is

be very specific about the details of the

behavior.

These details may also be crucial to determining

effective

interventions.

3.

The third element to watch for is the consequence of the

behavior: What happened as a result of the action, to others, and
to the student?

It is important to note that we can learn a lot

about a student's behavior by just watching, but it takes careful
observation to isolate the antecedents, the patterns, and
documentation to be valid for testing and intervention.
We are going to look at observation forms so that we can be more
comfortable using them.
the playground.

Let's take a glimpse at a short time span on

Jane is the target student:

*4

52

Jane approaches a boy and touches him on the shoulder saying,
"Want to play on the swings?"
The boy says , "Nol", and runs away.
Jane walks toward the tire swing and starts swinging, head down.
A girl comes by,

and jumps onto the tire swing with her.

"Lets go really fast", the other girl says.

Jane nods her head.

Let's examine this incident with two different observation forms:
On form one:

(At this stage,

the narrator works through the

Antecedent-Behavior-Consequence Observation form, showing the
method of entering information.)
Another format for observation is shown on form two:

(At this

stage, the narrator works through the Student Behavior Coding Sheet,
showing this method of entering information.

After the forms are

demonstrated, get the group ready for an activity using the observation
forms.

Show Observation Two and ask the group to use the details of

this vignette to fill in one of the observation forms.)
Observation Two:

Joe is the target student.

Joe runs over to the equipment container on the playground.
Another boy is looking into the container, getting a ball.

Joe

pushes the other boy down, grabs the ball away, and runs over to
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the basketball hoops with the ball.
We are now going to do an activity with the observation forms.
Choose one of the observation forms.

Each should fill it out with

details from this incident, then please get into groups of two or three
and compare your results.

(After the activity is complete, show the following vignette, and ask
the group to use the other form with details of this observation.)
Try the other observation form.
incident.

Which form do you like best?

Fill it out with details from this
Discuss it with members of

your group.

Observation 3:

Mary is the target student.

Mary is playing with another girl on the slide.

The other girl says,

"You have funny shoes, " as she is climbing up behind Mary on the
ladder.

Mary kicks the girl with her foot.

slide ladder,

The girl falls from the

and cries when she hits the ground.

on up the slide,

slides down the slide,

Mary continues

and then runs away.

(After the completion of the form, the whole group should discuss the
advantages and disadvantages of the forms.

The narrator will need to

give the following information:)
Each of these observation forms are useful, but there is a
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difference in their purpose.
interactions.

One is specifically designed to record

The Student Behavior Coding Sheet has the advantages of

being precise, and informative, but it also has the disadvantage of
having little room for comments, and the coding can be confusing.

It

has the purpose of showing the student's skill in the following areas:
1.

initiation,

2.

response,

and 3.

turn-taking.

The ABC Observation Form has different advantages:
adaptable,

It is

and informative but has a disadvantage in that it may be

hard to tell the antecedent and consequence apart.
other, or functions as the other.

Often one drives the

The ABC Observation form is

specifically designed to give the observer information on the
Antecedent, the Behavior, and the Consequence.

Information from

observations using this form may be very useful in helping design
interventions.

Background Information to Accompany Assessment of Needs
The area of social skills was particularly difficult for teachers to deal
with since there has been no really effective method for assessing social
interactions (Prasad, 1994). Teachers needed to have a process for
observing the social interactions of elementary children. The method
described here was developed by Sunita Prasad, the director of Early
Intervention Services for the Association for Retarded Citizens, Peoria,
Illinois. This observational procedure to assess social interactions of
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children with disabilities was found to be useful to teachers in both
regular and special education programs in designing appropriate,
effective interventions (Prasad).
Prasad suggested that an observation process in which the teacher
selected a target child, who showed signs of being at risk for social
rejection for study was needed. Children who were newly mainstreamed,
children with poor social skills in the classroom, and children who
appeared to lack friends were prime candidates for assessment. The
observation was conducted during a noninstructional time, when children
were free to interact with whomever they chose, such as on the
playground. Next, the teacher selected a unit of time, for example three
minutes. The teacher observed and recorded every interaction initiated
by the target child or by a peer to the target child during that three
minutes. Several three minute units of the target child's interactions
(e.g. : five 3 minute observations for a total of fifteen minutes) were made
to obtain a representative sample of the child's interaction pattern. The
data from the verbal commentary was then transcribed onto a coding
sheet which provided information on who initiated the interaction, as
well as the verbal and nonverbal components of the interaction. The
coding sheet provided the teacher with the totals for both subject and
peer initiated interactions. Under remarks, the teacher recorded the
content of the verbal and nonverbal behavior (Prasad, 1994).
Through observations of this type, it was possible for the teacher to
identify the specific social skill deficits of each child. These deficits may
have been in any of the three elements of an interaction: initiating, turn
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taking, or responding. The teacher may also have discovered that the
child lacked age-appropriate play skills or verbal skills, each of which
were important to the success and acceptance of a child by his/her peers.
Advantages of this system over the time sampling method were that it
provided information about the initiator and the sequence of every
interaction. The data collected presented both the quantitative and
qualitative information about social interactions, giving not only the
amount of interaction taking place, but also the kinds of initiation.
Three types of interactions were found to be problematic to
children with disabilities. They were: initiation, turn taking and
response (Prasad, 1994). Initiation occurred when a child started an
interaction with a peer
either verbally or nonverbally. The majority of children with disabilities
had the skill to initiate an interaction, however, they often used
inappropriate behaviors to do so. For instance, the teacher may have
observed a child grabbing a peer's arms or leaning on the peer. These
behaviors may have not been aggressive, but they were provocative and
were likely to elicit a negative response from the peer (Prasad).
When two individuals interacted, they typically alternated in
responding; known as turn taking. Most elementary-aged children
demonstrated the ability to take turns in an interaction. However, many
children with disabilities lacked the ability to sustain an interaction, an
essential skill for peer relations. Information about this ability was
obtained by looking at how long an interaction proceeded before it was
terminated.
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Narrative to Accompany the Section:

Challenges of Students with

Serious Behavior Disabilities
(The narrator will present the following information to go along
with the chart about social-cognitive levels).
Shantz and Shantz (1985) indicated that children had different
social-cognitive developmental levels.

The levels they identified

ranged from the less-developed Level One, in which the students did not
differentiate others well as individuals, to the sophisticated Level
Four, which required psychological descriptions with inferences or
abstractions.

It was noted that students with serious behavior

disabilities consistently performed at less sophisticated levels than
their peers.
Each of the levels were divided into different concepts.

At Level

One, the student described a peer in terms of possessions, residence,
family, or appearance.

Rule conceptions at this level showed a failure

to rate consistently moral violations as more serious than convention
violations.

When asked why the student used a particular strategy

during a conflict, often a simple justification such as "he/she wanted
to do that" or no justification was given.
strategies were used.

At this level forceful

Physical attack, grabbing, pushing, verbiage, or
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adult intervention may have been used to deal with a conflict (Shantz &
Shantz,

1985).

At Level Two, the student described the peer in terms of social
relations, often between the student and the peer, as liking, disliking,
or friendship.

At this level, there was a failure to rate consistently

moral violations as more serious than convention violations; and modal
reasoning was focused on consequences for the act or actor, or
emotional/physical consequences to the victim.

At this level, simple

conventions and directives were used: such as to ask, say "please", or
give a command (Shantz & Shantz,

1985).

At Level Three, the peer was described as a unique individual
with focus on global dispositions, general behavior, roles, and details
of acquaintanceship.

At this level there was a consistent rating of

moral violations as more serious than convention violations.

Modal

reasoning was focused on the consequences of the behavior, and how it
influenced the person who performed that behavior.

Conflict resolution

strategies at this level were reciprocal conventions implying some
understanding of reciprocity or meeting needs:

taking turns, sharing,

trading, or offering something in exchange (Shantz & Shantz, 1985).
At Level Four, the student gave a more differentiated and
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dispositional statement about the peer, referring to psychological
aspects of the peer.

At this level the student had a consistent rating of

moral violations as more serious than convention ones.

Modal reasoning

was focused on the consequences to the victim, on social standards, or
intrinsic principles.

Conflict strategies included waiting, ignoring,

tricking, inducing feelings, and planning for the future.

Based on their

studies, the authors indicated that strategies for solving conflict
needed to be taught in context with the concepts of the person,
personal worth, and value system.

Understanding the developmental

level of the child was useful when designing appropriate, effective
interventions (Shantz & Shantz, 1985).
(The narrator will present the following information to
accompany the overhead presentation on problematic behaviors:)
William I.

Gardner (1974) stressed that problematic behaviors of

students with serious behavior disabilities were often due to
neurological, sensory, or other physical deficits.

He also maintained

that an inappropriate learning environment was often a contributing
factor in others.

Since students with serious behavior disabilities did

not learn the approved behaviors as quickly as others, they received
limited positive consequences from the social environment, and
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experienced failure more frequently than did other children.

Unless the

learning environment was well-designed with the child's needs in mind,
the child often received an excessive amount of criticism, punishment,
rejection, and social isolation.

He determined that the excessive

failure rate often created extreme emotional reactions:
have become explosive, fearful, or detached.

The child may

As a result of the

multitude of problems that began to surface, parents and teachers
often felt powerless (Gardner, 1974).
Gardner indicated that teachers needed to remember that children
with serious behavior disabilities may have learned to misbehave just
as they may have learned desired behavior patterns.

The student may

have learned inappropriate behavior patterns even though the teacher
was not attempting intentionally to reinforce those behaviors.

He

maintained that the manner in which a teacher handled the behavior
problem influenced which behavior patterns became stronger.
Gardner gave an example of an experiment involving a hyperactive
student who displayed a high frequency of moving from one activity to
another.

He recounted that after observing the child to determine the

frequency of the moves, the teacher began systematically providing
social attention only after the boy had remained in a single play
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activity for one minute.
moved to another activity.

Social attention was maintained until the boy
In this positive climate, the boy showed an

increase in his attending behavior, with less movement form one
activity to another.

Reintroducing the typical classroom conditions of

social attention for moving resulted in a return to the initial
hyperactivity level.

Extending this study, Gardner summarized that

when a child behaved in an acceptable manner, there was a tendency to
give social attention too infrequently.
disruptive,

In contrast, when a child was

or aggressive toward others, he/she was likely to receive

an abundance of attention following those behaviors.

This attention,

even when given in a scolding, reprimanding manner may have served to
strengthen the behavior which the consequences were intended to
eliminate just by virtue of the fact that it was social attention
(Gardner, 1974).
Connell, Carta, and Baer (1993) stated that two strategies
effective in increasing generalization of self-management skills were
teaching students to self-assess and the recruitment of teacher praise.
In this study, four students were taught to clean up, get ready for
group, and recruit teacher praise in a resource room setting.

The

authors found that when the children were taught through modeling and
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role playing to relate a happy face sticker to task completion, and a sad
face for noncompletion, they increased task completion.

Self-

assessment was reinforced by allowing the children to choose the a
sticker indicating how they thought they had performed.

If the teacher

agreed with the child's assessment, an additional happy face sticker
for assessing correctly was given.

No sticker was given if poor

assessment had been made.
Generalization of skills was tested when the students were
placed into a regular classroom with a different teacher.

It was found

that as long as the self-assessment stickers were used and the teacher
praise was recruited, the targeted skills were maintained (Connell et

al. , 1993).
Dettmer, Thurston, and Dyck (1993) also stated that
generalization across settings must be deliberately reinforced.

They

reported that collaboration between the special education teacher and
the classroom teacher was crucial for effective reinforecement.
taught the needed skills, the other needed to monitor.

If one

Proactive

planning for consistent cuing was needed, and periodic probes needed to
be given to determine skill maintenance.

Cooperative planning efforts

between the special education teacher and classroom teacher were
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imperative to insure generalization since the student received the
same message from different sources (Dettmer, et al. , 1993).
Sugai and Tindal reported that there was no technology enabling
"generalized responding".

They found that social behaviors needed to be

taught in the actual setting in which they were required.

After skill

had been acquired, the teacher's focus needed to shift to strengthening
the child's ability to use the social skills in a variety of contexts.
Numerous opportunities to practice the skills were given to ensure
conceptualization.

These authors outlined guidelines in which

generalization was reinforced through the use of natural reinforcers
employed in nontraining settings (e.g.

the playground).

They stated

that the move from teacher-directed to student-directed
administration of reinforcement was crucial (Sugai & Tindal, 1993).
Schloss and Smith (1994) indicated that students unable to retain
skill levels over an extended period of time, or who did not use newly
learned skills in situations other than in the learning environment were
experiencing difficulties with generalization.

They stated that

methods to help students retain and use skills must be planned as
systematically as the methods used to bring about the positive change
in behavior in the first place.

They listed two techniques to assist
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students in the generalization of important skills:
agents and the use of internal agents.

use of external

Teachers, paraprofessionals and

parents served as external agents by helping to manage environmental
factors influencing the students behavior.

Students themselves served

as internal agents through monitoring and evaluating their own
behavior progress (Schloss & Smith, 1994).
Narrative to Accompany Desired Outcomes
We as teachers desire success for our students.

We want them to

be able to: develop behaviors of responsibility, develop basic skills of
self-management, learn to be sensitive to the rights and feeling of
others, learn to respect rules without rebelliousness, learn to relate 1n
a group in a meaningful manner, and acquire a range of healthy
emotional reactions.
All of these expectations can appear to be utopian, but in
actuality, they can occur if we provide effective intervention for
students with serious behavior disabilities.
Narrative for Interventions for Students with Serious Behavior
Disabilities
There are three crucial concepts in developing intervention for
students with serious behavior disabilities:
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1.

A student-centered behavior management plan should be

specific to the needs of the student.
2.

Appropriate behavior patterns can be retaught best through a

structured environment emphasizing positive consequences.
Gardner (1974) insisted that in order to have success with any
behavior management program, the plan should focus on
appropriate, desired behaviors rather than on inappropriate
behaviors.

A learning environment must be created that would

assist the child in developing and maintaining desired behaviors.
The greater the number of positive experiences provided the child,
the less the likelihood that he/she would engage in inappropriate
behavior.

If the child had an excessive amount of failure in a

given environment, the program and environment needed evaluated
and redesigned to match the needs of the child (Gardner, 1974).
3.

A behavior management system should provide for a positive

school climate, with an emphasis on both prevention and
remediation of behavior concerns.
Narrative for Structuring for Success
It is important to thoroughly prepare for interventions for
students with serious behavior disabilities.
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the team should design a plan that is proactive and provides the
following elements:

*

Teach prerequisites before expecting the student to function 1n

a new or challenging environment.

*

Preteach before each challenging situation.

*

Review expectations with the student so that there are no

surprises.

The student should know exactly where he stands and

what to expect.
Researchers have indicted that the following components need to
be in place when structuring the environment for success:
* The physical space must be conducive to success.

It should

have clearly delineated boundaries, not be too large, and yet be
large enough to avoid crowding.

* There should be specific time limits;

Researchers have

indicated that there should be a fifteen minute maximum to
unstructured play time.

They recommended that in order to

control conflicts, we should break thirty minute periods into two
fifteen minute periods with structured activity in the middle.
*

There should be plenty of materials that are easily accessible.

*

Evaluation of the success of the program should be on-going.
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the student continues to experience excessive failure, we need to
reevaluate, and redesign the plan.

Researchers emphasized that

there may need to be a change in the structure of the
environment.
Background Information for Structuring for Success
Gardner (1974) indicated that a specific behavior management plan
with realistic, well-defined objectives should be developed for each child
with serious behavior disabilities. If the prerequisite skills for an activity
were not present, the student should have been taught the needed skills
prior to exposing him/her to that activity. He also indicated that the
child needed time to adapt to a new environment. Lead time was very
important. Changes to the program needed introduced slowly. A focus
on a limited number of new behavior requirements at any one time
insured more consistent learning. He stated that new requirements,
problems, and experiences should be presented slowly in sequential
steps. In this way, the child was permitted to develop new skills as
he/she made use of his/her present skills. Although structure was
needed, the student also needed a variety of activities. He/She needed
direction and experiences in making decisions. Incorporating physical
activity and a time for rest into the plan was very important (Gardner,
1974). Dettmer, et al. , (1993) also indicated that the age, interests, and
likes of the child needed consideration when choosing reinforcers in
order for the intervention to be successful.
*Boisen (1992) agreed with Gardner that environmental factors
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influenced the effectiveness of educational programs. She stated that
many school programs may not have taken into consideration
environmental factors that generated interpersonal conflicts among
children. Boisen indicated that limited supply of play materials often
resulted in possession disputes. She indicated that environmental factors
existed that may have increased negative behavior and interpersonal
conflicts. If a free play period was too long, it may have resulted in tired
or bored children who were no longer constructively engaged, with
resulting conflicts developing because of a lack of interest or involvement
in activities. Lengthy play periods had a significant impact on children's
behavior and interpersonal conflicts. She found that scheduling a thirty
minute play period as two fifteen minute periods decreased the number
of interpersonal conflicts. Boisen recommended that scheduling two
fifteen minute play periods separated by a structured activity allowed for
continuous and engaging activities to occur. Simultaneous or overlapping
activities reduced children's waiting time, increased their participation,
and reduced disruptions. During the thirty minute play period the
children seemed to tire of the activities and become bored. However, in
the fifteen minute periods, the children remained involved in the
activities and continued to interact with their playmates positively
(Boisen, 1992).

Other environmental factors have. been studied to

reduce conflicts and to increase cooperative and on-task behavior. Hatoff,
Bryam, and Hyson (1981) suggested that structuring the physical space
could increase children's on task behavior, so that children spent more
time engaged in activities and less time running, switching from one
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activity to another. Open plan spaces were found to lead to increased
running and more vigorous physical activity. Aggressive behavior was
significantly correlated to the openness of the area, as was child distress,
which was commonly due to being attacked by another child. Crowding
was also found to be instrumental in producing conflicts (Hatoff, et al.
1981).
Narrative to Accompany Expectations
It is crucial to remember that expectations must be in accordance
to the student's capacities, and developmental level.

The teacher's and

paraprofessional's expectations are crucial to success for the student.
Background Information for Expectations
Keogh (1986) indicated that teachers as well as parents were key
figures in children's achievement and adjustment and left long-lasting
impressions on the children's self-images and on their sense of
competence. She referred to the "goodness of fit", the degree of which
the children were temperamentally able to fit into the environment and
the climate of the school culture. She explained that goodness of fit was
an interaction that resulted when the properties of the environment and
its expectations were in accordance with the child's own capacities,
characteristics, and style of learning. When this consonance between the
child and the environment was present, optimal development in a
progressive direction was possible. Goodness of fit promoted a positive
climate that enhanced learning and self-esteem.
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Research led Keogh (1986) to suggest that there were at least two
related but different aspects of goodness of fit within the educational
setting. One aspect had to do with the fit between pupils and the content
of instruction of curriculum domains. The other related to the
interactions between pupils and teachers. Both aspects required
consideration when examining the school climate.
Narrative and Accompanying Information for Rules
Gardner (1974) stressed that the teacher must determine
precisely the behaviors he/she desired the child to acquire and the
situations in which these behaviors were to be expected.

He stated

that the rules should be short, precise, few in number, and that the
desired behavior should be demonstrated.

He emphasized that rules

became important to the child only if the behavior consistent with the
rules was reinforced.

Gardner insisted that rules should represent a

desired behavior pattern leading to the competency of the child as he
interacts with others in a social situation.

He stated that rules for

social situations should be evaluated by the following criteria:
(1)

Relevance: The rule must be relevant to the needs of the

child.
(2)

Understandable: To insure that the child understands the rule,

he/she should verbalize or demonstrate the rule
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behavior.

The teacher should review the rules prior to situations

in which they are likely to be forgotten.
(3)

Accomplishable:

The child needs to be successful.

The

environment should be arranged to provide for a maximum amount
of positive behaviors.
(4)

Consequences: A child can only learn through his own

experience.

Let the child experience unpleasant consequences if

he does not comply with the rules, but be careful to be consistent.
The child should know what to expect.

He/She should be informed

of the behavior objectives for him/her, and should experience the
contingency and consequences associated with alternate choices.
(5)

Enforceable:

If the rule is not enforceable, it is useless.

A

teacher should never present a consequence to a child that is
unrealistic or that will not or cannot be provided.

Warning a child

repeatedly just teaches that misbehavior will only produce
warnings.
(6)

Constraints:

compliance.

Set reasonable conditions to be allowed for

Gardner also cautioned teachers to remain calm, be

honest, and admit mistakes to the child.
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Narrative for Teaching
Researchers have recommended that the most effective teaching
is done in the actual setting.

Students with serious behavior

disabilities have difficulty with generalization of skills.
researchers recommend the following teaching strategies:

As a result,
role

modeling in order to have the student try on new concepts, explaining
the concept to help the student understand, and practicing over, and
over, and over.
Reinforcement is crucial.

Researchers emphasize that in order to

have successful interventions, the teacher needs to accentuate the
positive.
taster."

It is true that "he who feels better about himself learns
We all have that characteristic.

In order to have effective teaching, we need to provide small
steps in sequential order.

Students with serious behavior disabilities

cannot take gigantic steps in learning.

Small increments are important

to the process of learning.
As you teach, check for progress all along the way.

It is

important to evaluate progress so that as the student meets goals, you
can modify and fade prompts.

It is also important to remember that

students with serious behavior disabilities may revert to previous
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behaviors and habits, so it is wise to reevaluate even after the
behavior has improved.
Background Information for Teaching
Gardner stressed that behavior patterns were learned. He also
stated that appropriate behavior patterns could be retaught best through
a structured environment which emphasized the positive consequences
of desired behavior and which kept negative consequences at an absolute
minimum (Gardner, 1974).
Dr. Anita Archer indicated that there were two ways of giving
additional information to students: reteaching and preteaching. She
stated that reteaching was the most common, but it had the difficulty of
being negative or reactive in the context that the student had already
known defeat or fewer gains than peers and, therefore, required
remediation. She stated that she preferred preteaching since it had the
advantage of being proactive. The student given the preteaching was the
first to get the information, so the terms or activities were anticipated.
In this way a positive school climate was maintained (Archer, 1995).
Gardner (1974) insisted that in order to have success with any
behavior management program, the plan should focus on appropriate,
desired behaviors rather than on inappropriate behaviors. A learning
environment must be created that would assist the child in developing
and maintaining desired behaviors. The greater the number of positive
experiences provided the child, the less the likelihood that he/she would
engage in inappropriate behavior. If the child had an excessive amount of
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failure in a given environment, the program and environment needed
evaluated and redesigned to match the needs of the child (Gardner,
1974).

Narrative for Reinforcement
Bob Wack, a behavior specialist from California State, reminded
us that there are many, many reasons to use reinforcement:

He stated

that we should use positive reinforcement to encourage students to try
on an alternate behavior.

He has found that it is easier to develop a

new appropriate behavior than to eliminate an undesirable established
behavior.

He stressed that positive reinforcement builds positive

habits, and that we should remember that students are just like we are.
The students need positive reinforcement.

They desire attention, and

to many students with serious behavior disabilities, negative
reinforcement is better than no reinforcement at all.

We need to

insure that they know how to get positive reinforcement (Wack, 1992;
Schloss & Smith, 1994).

These authors also stated that students feel

better about themselves, the school, and the teacher, when positive
reinforcement is given, and that there is a spin-off effect:
feels better when using the positive.

The adult

We are reminded that solid

reinforcement systems lead to a decreased use of negative
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consequences.
Other researchers indicate that in order to be effective,
reinforcement must be based on individual likes and dislikes.

Plan with

the student so that the reward is something that he/she desires to
receive.

Determining the student's preference for reward may be

crucial to the effectiveness of the intervention.

Many times the most

effective reward, is through giving positive social attention for the
desired behavior.
cheerleader.

We must remember that the student needs a

We need to give recognition where the student hears it, to

give the recognition where he/she knows other students hear it, to be
consistent, and to encourage the student to assess his/her own
progress.

Background Information for Reinforcement
Realistic encouragement was found to be powerful as a reinforcer.
The teacher must also be aware of types of behaviors that may be
reinforced in the child's environment. Gardner recommended that if the
task was found to be too difficult, the task itself must be changed. The
teacher should assist the child in making a successful response and then
praise him (Gardner, 1974). Dettmer, et al. , (1993) advised that
explanation, modeling, practice and reinforcement were all important for
managing behavior, but that reinforcement was the most important. Bob
Wack (1992) also recommended the use of positive reinforcement as an
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integral component to any intervention. McCamey outlined interventions
that have been found to be successful in improving interpersonal
relationships. In behaviors involving inappropriate interpersonal contacts
and inappropriate behavior under normal circumstances, he consistently
advised the use of positive reinforcement for tl1e approp1iate interactions
exhibited by the student in question. He stressed the use of positive
methods rather than punitive reactions in order to encourage behavior
change (1988).
Narrative for Correction with Dignity
The area of correction with dignity is very important in setting
up a positive climate.

Researchers recommend that teachers and

paraprofessionals deal with behaviors as they occur.

Correction with

dignity must come immediately after the offense, and is most effective
given privately at the location of the offense.

They also stress that

when correction must be given,it should be short.

Garrison (1995)

strongly advises that thirty seconds is plenty of time for the teacher
to say what is essential.

She maintains that there is greater benefit in

giving short, directive correction.

Researchers also caution us to

remain calm, to use a positive, directive manner, and be conscious of
body language.
Background Information for Correction with Dignity
Gardner (1974) indicated that requests for desired behavior should
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be stated in a positive, yet directive manner. Mickey Garrison (1995)
agreed, stressing that correction of primary and elementary students
should be short and to the point. She stated that thirty seconds of
correction was more beneficial and directive than a lengthy discourse on
the advantages and disadvantages of certain behaviors. Short, direct
correction provided less damage to the child's self-esteem and created a
more positive setting. Sprick, Sprick, and Garrison (1993) also
emphasized that criticism must be used sparingly since the child may
label himself negatively as a result of negative or derogatory conditions.
Narrative for Positive School Climate
Lieberman (i 990) indicated that there is a definite
interrelationship of the "Four C's":
change.

culture, context, content, and

She divided the issues up into the following components,

saying that the culture of the school influenced the management of the
classrooms, influenced the effectiveness of the teaching, and
influenced the level of success in social interactions and academics.
Lieberman also stated that the context of the classroom has changed
through inclusion, and the numbers of students.
curriculum has also changed.

The content of the

Expectations of outcomes, expectations

of competencies, increased demand of value and health concerns, and
technology advances caused teachers to have concern about how they
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were going to cover all the information that they needed to present.
Lieberman stated that the process of change has presented us with
several challenges.

She determined that education was becoming more

difficult, and that we needed inservice training, increased
communication, and collaboration in order to meet the challenges we
continue to face.
Narrative for Collaboration
We need to continue to collaborate due to the fact that severe and
chronic behavior challenges are more common.

We seem to have more

aggressive students, disruptive students, and depressed students.
Unfortunately, the behavior concerns of students with serious behavior
disabilities have a negative impact on all students, so in actuality,
intervention is needed for the benefit of all students.

Another factor is

that many different people come in contact with the students during
the day, and consistent behavior management is needed.
Different researchers, such as Dettmer et al. (1993), Sprick et
al., (1993), and Sugai and Tindal (1993) have reminded us that through
collaboration, there are more perceptions to the challenges.

This

diversity leads to a more effective, appropriate behavior management
plan since more interventions are generated.
*31
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definite advantages, but there are roadblocks to effective
collaboration.

There must be effective communication of beliefs in

order to have a successful collaborative process:
element covered.

We already have that

At Goldendale Primary School, we do have common

ground in that we share the same mission statement, share the same
responsibility and discipline policy, and want the best for students.
Effective collaboration is contingent upon communication skills,
however.

In dealing with the concerns of students with serious

behavior disabilities, it is important that we be specific, and tell
exactly what the student did, avoiding labels.

An example would be to

replace the statement, "The student has poor self esteem", with,

"The

student grumbled negative comments about himself and tore up his own
work after completion."

A person hearing that specific information

knows exactly what the child did.

Different perceptions could have

occurred about the label "poor self-esteem", but it became crystal
clear when we speak in terms of actual behaviors.
Another potential roadblock comes in the form of structure.

We

must be sure that we provide time for collaboration, have a specific
process design, and design a communication process.
(Show the Process of Setting up a Collaborative Plan Overheads,
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and discuss each step.

Encourage participation.

There may be areas of

the mission statement, responsibility and discipline policy that need
revised, depending on the desires of the staff.

Show the Collaborative

Process for Intervention Planning overheads, and then talk through the
details as presented on the overhead.

Stress that this is only for

reference, and that there should be modifications made to meet the
staff's needs.)

*33
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by
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Goals:
As a result of this inservice, teachers and paraprofessionals
are provided with the means to:

* Work collaboratively to establish a positive school
climate for students with serious behavioral disabilities.
* Collaborate to develop a proactive plan for students
with serious behavioral disabilities.
*

Assess social skill needs for the playground.

* Provide appropriate and effective social skills
intervention.
As a result of the procedures outlined in this training packet,
students with senous behavioral disabilities are provided with
opportunities to:

*

Learn and practice acceptable playground skills in a
positive school environment.

* Transfer skills from the structured play environment
to the playground.

*

Conceptualize methods of interaction.

* Participate in learning activities that will apply to reallife situations.
*42
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1 . Observation of students on the playground is
imperative in order for the staff to be able to
form accurate concepts of the student's needs.
2.

Students often react differently on the

playground than they do in the classroom. Why?
*

Stimulation:

*

Lessened structure constraints:

*

Larger area:

*

Expectations:

* Choices:
*43
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1. Antecedent:
the behavior?

~

What happened just before

This may involve environment.

Observe carefully to try to determine the
trigger for the behavior.

2.

Be ha U i Dr :

Exactly what did the student

do? Be very specific.

3. Consequence:
of the action?

We can learn

To others, to the student ....

a lot about a student's behavior by just

watching ... but it takes
isolate

What happened as a result

documentation

to really

the triggers, the patterns, and to be valid for

testing and intervention.
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Observation

1:

@fl
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Jane is the target student.

Jane approaches a boy and touches him on the shoulder
saying,"Want to play on the swings?"
The boy says ,"No!", and runs away.
Jane walks toward the tire swing and starts swinging, head
down.
A girl comes by, and jumps onto the tire swing with her.
"Lets go really fast", the other girl says.

Jane nods her

head.

*************************
Let's examine this incident with two
different observation forms:
*45
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Antecedent-Behavior-Consequence

Observation

Name _____________________ Setting ________________________ _
Time ______________________ Date _________________________ _
Day of 1/1/eek_________________ Observer ______________________ _
Antecedent

Behavior

Recess

Consequence

Jane touches boy-"1/1/ant to play?"

Left by self.

"No!" Runs away.

Looking down

Swings by self

Girl gets on swing,
says "Let's go fast!"

Jane nods.

Plays with another.

**************************
IID@Du®WU@ll'
Place _______________________ _
Name _____________________ _
Observer - - - - - - - - - - - - - - - - Time _______________ _
School_____________________
Date ________________________ _
Initiate

s

Type

p

V

Remarks

Response

Type

s p

NV

Remarks

V NV

--------~--------~------------------~------------------S(G)-B X

S(G)-G

X

X

X

touch

"want to play
on swings?
X
Let's go
really last"

X

X

no

X

X

X

X

nods head

-------------------- ---------- -------------------L-------------

S= Subject
P= Peer

V= Verbal NV= Nonverbal

S(G)= Subject who is a girl
B= Boy (Peer)

*46
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Observation 2: Joe is the target student.
Joe runs over to the equipment container
on the playground.

Another boy is

looking into the container, getting a ball.
Joe pushes the other boy down, grabs the
ball away, and runs over to the
basketball hoops with the ball.

*4 7
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Try the other observation form. Fill it out
with details from this incident.

Which form

do you like best? Discuss!!
***************************Obs

ervation 3:

Mary is the target student.

Mary is playing with another girl on the
slide.

The other girl says, "You have funny

shoes," as she is climbing up behind Mary on
the ladder.
foot.

Mary kicks the girl with her

The girl falls from the slide ladder,

and cries when she hits the ground.

Mary

continues on up the slide, slides down the
slide, and then runs away.
*48
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Antecedent-Behavior-Consequence

Observation

Name _____________________ Setting ________________________ _
Time ______________________ Date _________________________ _
Day of \Neek ________________ Observer_______________________ _

Antecedent

Behavior

* 49
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Name

Place

Observer _______________
School

Date

Initiate

s

Time ______________ _

p

Type
V

NV

S= Subject

Remarks

Response

s

p

Type

Remarks

V NV

S(G)= Subject who is a girl
P= Peer
V= Verbal

B= Boy (Peer)
G= Girl
NV= Nonverbal

Adapted from Prasad (1994)
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Choices in Observation Forms:

Coding-Student Behauior

******************
Advantages:

Precise, informative.

Disadvantages: Little room for comments.
Coding can be confusing.
* * * * * * * * * * * * * * * * * * * * *

Why use it? Shows the student's skill in:
1.

Initiation

2.

Response

3.

Turn-taking
*51
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Advantages:
Disadvantage:

Adaptable, informative.
It may be hard to tell the

Antecedent and Consequence apart.

Often

one drives the other, or functions as the
other.

Why use the HBC form? Shows the:
1.

Antecedent

2.

Behauior

3.

Consequence
*52
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Person
Concept:
Level One
looks,
possessions

Values-Rules
Concept:

Conflict
Resolution
Strategies

moral violations same
as convention violations

physical attack,
verbal attack,
demand heln

Level Two
likes, dislikes

Level Three
General behavior
What he is like.

Inconsistent moral vs.
convention
consequences to self

Ask, command

consistent moral>
Sharing, taking turns
convention
offering something
conseauences of action
in exchanae

Level Four
What peer
thinks, likes
or values

Consistent moral>
convention
Consequences to
victim

Waiting, planning,
ignoring, tricking

Adapted from Shantz & Shantz (1985)
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* develop behaviors of responsibility.
* develop basic skills of self-management.
* learn to be sensitive to the rights and feeling of
others.

* learn to respect rules without rebelliousness.
* learn to relate in a group in a meaningful
manner.

* acquire a range of healthy emotional reactions.
*5 5
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A student-centered behavior management
plan should be specific to the needs of
the student.

Appropriate behauior patterns can be
retaught best through a structured
environment emphasizing positiue
consequences.
A behavior management system should
prouide for a positiue school climate,
with an emphasis on both preuention
and remediation of behauior concerns.
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Design a plan that is PRORCTI UE and
provides the following elements:
Teach prerequisites before
expecting the student to function in a
new or challenging environment.

Preteach before each challenging
situation.
Reuiew eHpectations with the
student so that there are no
surprises. The student should know
exactly where he stands and what to
expect.
* 57
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The following components need to be in
place:
[[ OQ OD
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Physical Space:
Structure physical space to provide
boundaries.
Avoid crowding.

Time Limits:
Fifteen minute maximum:
Break 30 minute periods into two 15
minute periods with structured
activity in the middle.

Materials:
Have plenty of materials.
Materials must be easily accessible.

Eualuate:
If there is excessive failure-Reevaluate, and Redesign: There may
need to be a change in the structure
of the environment.
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*
Expectations must be in accordance to
the student's capacities, and developmental
level.
* Remember: the teacher's and
paraprofessional's expectations are crucial
to success for the student.
* **************************

Develop a Specific Behavior Management Plan
*well-defined behavioral objectives.
*Tasks must be on the student's level.
*Realistic goals.
*Focus on the appropriate, desired
behaviors.
*Rules should be short, precise, and few.
All Can Play= Zero reject.
*59
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should lead to the competency of the

student as he/she interacts with others in social
situations:

1.

f.Ri@O@W ® [ft) li ~

The rule must meet the needs of

the student.

2.

Qdl[n)©J@lf@li@[fi)©J@@O@~

The student must

understand the rule.
Student should be required to:

*

verbalize

*

demonstrate

Teacher and paraprofessional should:

*

review rule prior to challenging situations
*60
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3.
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The student needs to be

successful.

* Arrange the environment to provide for the
maximum amount of success.

4.

©@lru®®(Q]M®lru©®@~

Be consistent.

needs to know what to expect.

The student

The student needs to

know the behavioral goals outlined for him/her.
©@llil®@(Q] l)J]@llil @@®

*
*
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@@[i[fi} [f!)O u®.llil@@ ~

rewards
positive social attention
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* deal with the problem immediately

* deal with the problem where it occurred
*

use short, direct verbal correction-30

second time limit.

* Consequences must be realistic.
*61
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If a rule cannot be enforced, it

is useless.

*

Do not warn the student repeatedly.

It teaches

that misbehavior begets only warnings.

*

Never argue with a student.

*

Do not try to convince the student to behave

differently.
6.

for

©@lru@~lf®.~lruihs~

What conditions are allowed

compliance?
*time

limits

Adapted from Gardner (1974)
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Role Model
Have the student try on new
concepts.

EHplain
Help the student understand.

Practice
Over, and over, and over!!!

Reinforce
Accentuate the positive!!! He who
feels better about himself learns
faster!!!

Prouide Lead time.
Prouide small steps in sequential order.
Eualuate progress.
As the student meets goals, modify, and
fade prompts.

Reeualuate.
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There are MANY, MANY REASONS to use
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**

Use positive reinforcement to encourage students

to try on an alternate behavior.

**

It is easier to get a new behavior that you want

than to eliminate an old behavior that you don't want.

**

Positive reinforcement

** Kids need strokes.

build

positive habits.

Negative strokes are better

than no strokes at all; so we need to insure that they
know how to get positive strokes.

** Students feel better about themselves, the school,
and the teacher.

** The adult feels better when using the positive.
**

Solid reinforcement systems lead to a decreased

use of negative consequences.
Adapted From Wack (1992)
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Reinforcement must be based on
indiuidual likes and dislikes. Plan with
the student.
6 i u e rewards.
6

iue
*
*

*
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the desired behavior.
The student needs a cheerleader!!!
Say it where the student hears
it! ! !
Say it where other students hear
it! ! !

Be consistent.
Encourage the student to assess
his/her own progress.
*6 5
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Deal with behauiors as they occur.
Correct immediately.
Ht the location of the offense.
When correction must be given, make it
short! ! 30 seconds is plenty of
time.

Remain calm.
Watch What you say and How you say
it. Use a positive, directive manner.
Be conscious of body language.

*66
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* orderly and pleasant.

* characterized by purposeful activity.

* caring.

* concerned about student and community
involvement.

* celebrating achievements of students and
faculty.

* staffed with highly committed individuals
*67
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The ©11Dl1. u!Wlru~ of the School:

* influences the management of the classrooms
* influences the effectiveness of the teaching
* influences the level of success in
Social Interactions and Academics
The ©©!Mu~~u of the Classrooms:

* inclusion
* numbers of students
The ©©!Mu~!Mu of the Curriculum:

* expectations of outcomes
* expectations of competencies
* increased demand of values, health, technology
The Process of ©ll-Offe\lM@~:

* Education is becoming more difficult

* lnservice training
* Communication
* Collaboration replacing autonomy.
*68
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*Severe and Chronic behauior challenges
are more common due to:
aggressive students...... disruptive
students ..... depressed students ..... .
* Behavior concerns have a negatiue

impact on all students

*

Intervention is needed for the benefit
of £1111 Students.

* Many different people come in contact
with the student during the day. Consistent
behavior management is needed.
Different perceptions lead to a more
effective, appropriate behavior management
plan.
More interventions are generated.
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Communication --Beliefs:
* Share the same mission statement.
* Share the same responsibility and
discipline policy.
* Want the best for students.

Communication Skills:
* Be specific. Tell exactly what the
student does.

Avoid labels.

Replace The student has poor self
esteem with
The student grumbles
negative comments about himself and
tears up his own work after
completion.
11

11

II

11

Structure:
1.
2.
3.

Provide time for collaboration.
Have a specific process design.
Design a communication process.
*70
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Request for Rssistance

Before I nteruention Planning
1.

Observe the student.

2.

Determine if the problem threatens safety.

3.

Discuss the problem with the student

4.

Discuss the problem with the parent(s) or guardian.

5.

Determine who should be involved in the

intervention.
6.

Select intervention planning format

'
Informal
Collaboration

/

Structured 25

In-Depth

Minute Plannin
Intervention
Decision
Guide(IDG}
Planning

Iimplementation
*71

Sprick, et al. (1993)

119

Use for:

Members:

Process:

Informal

25-Minute

Collaboration

Planning

Intervention
Decision Guide

*Mild Misbehavior

*Mild to
Moderate

*Moderate
Severe

*Team

*Team

*teacher, parent
*teacher, paraprofessional
*teacher, parent,
paraprofessional

to

*Structured

*Structured

Duration: *Informal from
5 minutes +

*25 Minutes
Formal steps
*Follow-up

*Formal-no
time limit
*On-going

Pros:

*Focused
*Short
proactive
plan

*Detailed plan
*In-depth
support
plan

*Time limit
constraints
*Interventions
may be too
simple for a
complex case

*May take a lot
of time

Cons:

*Casual,
*Unstructured

In-Depth

*Debriefing
*Quick

*May be unfocused
*Extra details

Sprick, Sprick, and Garrison (1993)
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~lt@~@

step

Dn e:

u@W@lr@l

©@OO@@@lr®ltu@lru~

Develop a ®©ll--:J@@l1QWO@~

[j\JJO®®O@ll\'J

statement:

"Goldendale Primary School students are striuing for:

*

eHcellence in achieuement

* responsible people
* cooperation with home and community."

*********************************
Step

Tw O:

@O®©OIPl101l\'1~

Develop a lru~®IP@!l\'1®0@0110uW

tc\fJ\IJ@

Policy:

Written in 1992: Do we want to make changes?:

************************************************
Guidelines for Success:
All staff and students at GPS will work together to help
each other reach their fullest potential. Eueryone will be
treated with respect and dignity. Staff will keep students
focused on our school guidelines.
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®i!@[.P)@

u@~@lf©l

[J)O@W@lf@(illffil@J

~(!J)O@@

©@O O@LQ}@lf@i!u@ITu ~
@ffil©l

~LZ[.P)@©i!@i!u@ITu@

************************************
Goldendale Primary Students will be safe, be kind
and be responsible.

********************************
Goal: Students will play safely in all games and on
all equipment.

*******************************
EHpectations were written in 1992-- Do we need to
reuise some of these to more closely meet the needs of
the students?

Work in small groups and reuisit these

rules:

*************************************

Be Safe:
1. Students will use and carry equipment properly.
2.

Students will keep hands and feet to self.

3.

When the bell rings, stop and hold all equipment.

4.

When the bell rings, the game is ouer.

*74
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5.

Leaue rocks, water, ice, sticks and other unsafe
objects alone.

6.

Students will not chew gum, candy, or food on the
playground.

Popcorn may be eaten on Fridays.

7.

Students will know the "red flag" procedure.

8.

Students will be taught how to use equipment
properly.

9.

Students will leaue kniues and other unsafe

objects at home.

Be Responsible:
1.

Students will use appropriate language.

2.

Students will follow the direction of the recess
teacher.

3.

Students will settle differences by using the STP
procedure.

4.

Students will return all equipment.

5.

Students will enter the building during recess with
permission only.

6.

Students will keep grounds and building free of
litter.

7.

Students will set and follow game rules.
*75
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Be Kind:
1.

Students will use encouraging words.

2.

Students will take turns on the equipment.

3.

Students will share the equipment.

4.

Students will get help when needed.

5. Group games are open to all.
6.

Rough play is not allowed.

Consequences:
1 . uerbal reprimand
2.

positiue practice (redirection-student will do it

the right way)
3. "stay with me" ( stays with recess teacher 1,2,3
minutes)
4.

time out-against wall

5.

office referral--communicate form to classroom
teacher, parent, and principal.

****************
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step Three:
@@1111~1ID@lru~uOW~

Develop written plans outlining the

®~OOWO©~®: Our staff has indicated the

desire to have an effective collaborative procedure.

In order

to meet our needs, each of us needs to take part in the design.

'WY./@

l'l'Juaa

u(9]@®® 9
@@@U

ll[/i)@@U

@@@l . ff@ll'lniill!llO@U@
il@ll'

~

Q

~Q

®©]®U@

U@ ... @@lniil@UO@
Ulru@ ... (9]@®U©JITil

Ulm@
Ulru@U

11n@ij

Outline the purpose of the assistance:
Clarify the range of intervention
services offered.
T.O.S.A. Team

~Q

. u@

& C.A.R.E. Team

Outline when the services are

available.
C.A.R.E. Team- Time??
*77
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~Q

Outline how assistance can be
requested:
Direct Verbal-TO WHOM?
Direct Written-TO WHOM?
Student Screening-Who Does it?
Parent Request-TO WHOM?
Automatic Referral-CRITERIA?

~Q

Outline procedures for automatic
referral:
"RED FLAGGING" STUDENTS BASED

ON:
______ (Number) of office referrals
_______ (Number) of detentions
_______ (Frequency) of challenges

®a

Other Criteria:

*7 8
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CHAPTERV
Summary, Conclusions and Recommendations
Summary
The purpose of this project was to develop an inservice training
packet promoting collaboration between teachers and paraprofessionals
to establish a positive school climate on the playground for students
with serious behavior disabilities.

To accomplish this purpose a

review of literature and research regarding school climate, students
with serious behavior disabilities, assessment of social skills, and
collaboration was conducted.

Selected materials and strategies

recommended by leading researchers have been included in the
inservice training packet.

The training packet was intended to provide

the teachers and paraprofessionals at Goldendale Primary School,
Goldendale, Washington with a collaborative method promoting a
positive school climate on the playground for students with behavior
disabilities.
Conclusions
Conclusions reached as a result of the review of literature in this
project were:
1.

Assessment of social interactions on the playground was

129
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needed in order to determine the needs of students with serious
behavior disabilities.
2.

Students with serious behavior disabilities faced many social

skills challenges and required specific intervention in order to
meet those needs.
3.

Interventions for students with serious behavior disabilities

needed to accentuate the positive.
4.

A positive school climate was imperative in order to meet the

needs of students with serious behavior disabilities.
5.

Collaboration of teachers and paraprofessionals was essential

in order to offer a positive school climate and effective
interventions.
Recommendations
As a result of this project it is recommended that teachers and
prarprofessionals work collaboratively to establish a positive school
climate on the playground for students with serious behavior
disabilities through the following procedures:

* assessment to determine strengths and needs.
* planning and designing effective interventions.

* implementing behavior interventions.
* evaluating behavior interventions.
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